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The constructs of teacher cognition and teacher identity have recently gained considerable attention in
second language teacher education research for their crucial roles in understanding teacher learning.
While a number of current studies have examined the contributions of both constructs, the connec-
tions between cognition and identity are yet to be fully conceptualized. This article addresses this gap
by drawing on the notion of identification to examine the identity construction and cognition devel-
opment of 15 student teachers in the context of a postgraduate course on pronunciation pedagogy.
Questionnaires, focus group interviews, observations, and semi-structured interviews were triangulated
to obtain an in-depth understanding of the complex relations between identity formation and cogni-
tion growth. Findings revealed that identity construction—manifested through imagination of self and
others, engagement and investment in the course, and alignment with course content—not only had a
profound impact on participants’ cognition development, but that these two constructs were intertwined
in a complex and reciprocal relationship, fostering the process of student teachers’ learning to teach
pronunciation.
Keywords: language teacher cognition; teacher identity; pronunciation; second language teacher educa-
tion
TEACHER LEARNING, DEFINED AS “HOW
individuals learn to teach” (Freeman, 2002,
p. 1), has been considered a fundamental com-
ponent of second language teacher education
(SLTE). Research into teacher learning has
typically explored teachers’ cognitions, gener-
ally referred to as instructors’ beliefs, attitudes,
thoughts, and knowledge (Borg, 2006; Woods,
1996). This body of research has focused mainly
on teachers’ beliefs (Johnson, 1994; Kurihara
& Samimy, 2007; Peacock, 2001), pedagogical
and content knowledge (Wyatt & Borg, 2011),
and self-perceptions as practitioners (Golombek
& Jordan, 2005; Park, 2012), but more recent
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research has started to examine as well the role
of teacher identity in teacher learning (Varghese
et al., 2005). Each of these perspectives, how-
ever, only provides a partial understanding of
teacher learning as beliefs, knowledge, and
identity are frequently investigated as separate
domains. This limited understanding has led
to advocacy for a new research agenda for sec-
ond language teacher cognition (SLTC) that
moves beyond its narrow focus on beliefs and
knowledge to include “other dimensions of
teachers’ inner lives (e.g., emotions, motiva-
tions, values)” (Kubanyiova & Feryok, 2015,
p. 437). The present article responds to this call
by bringing together teacher identity and teacher
cognition to theorize student teacher learn-
ing, focusing specifically on learning to teach
English pronunciation. As a pronunciation
course generally provokes identity-related issues,
such as the nexus between speaker identity, ac-
cent, and intelligibility (Gatbonton, Trofimovich,
& Magid, 2005), it provides an ideal site for a
study exploring the joint development of teacher
cognition and identity.
TEACHER IDENTITY AND SLTE
The first of these two constructs, teacher iden-
tity, plays a central role in facilitating compe-
tent teacher development (Kanno & Stuart, 2011;
Tsui, 2011). Defined as teachers’ perception and
understanding of themselves and others as second
language (L2) instructors (Murray & Christison,
2011), the concept of teacher identity has con-
tributed to understanding practitioners’ percep-
tion of themselves as content, pedagogical, and
didactic experts (Beijaard, Verloop, & Vermunt,
2000).
Research on the emerging identity of postgrad-
uate student teachers has made several key contri-
butions to understanding what learning to teach
English as an additional language entails. Park’s
(2012) work, for example, demonstrated that
identity construction in North American post-
graduate education is a gradual process. This
study shed light on how a Chinese nonnative
English-speaking (NNS) student teacher shifted
from marginalizing herself (i.e., considering her-
self to hold a lower status position in TESOL) to
learning to accept her nonnative identity, as her
TESOL subject matter knowledge increased. In
another North American study by Morita (2004),
teacher learning was found to be substantially in-
fluenced by classroom participation, negotiation
of competence, and navigation of power relations
between six Japanese female graduate students
and their instructors. An important insight from
these two studies is that becoming a competent
and confident teacher is dependent upon the de-
velopment of one’s identity as a teacher.
The exploration into identity construction in
the case of preparing pronunciation teachers is
still in its infancy (Murphy, 2014). This is problem-
atic given that pronunciation has regained some
of its former prominence as a critical skill area
in L2 teaching (Derwing & Munro, 2005; Munro
& Derwing, 2015). L2 pronunciation merits at-
tention because of the increasing research base
to support pronunciation teaching (reflected in
the newly inaugurated Journal of L2 Pronuncia-
tion) and the growing number of recent peda-
gogical materials and resources (e.g., Derwing &
Munro, 2015; Jones, 2016; Reed & Levis, 2015;
Yoshida, 2016). One relevant study that has exam-
ined pronunciation teacher preparation in North
America is Golombek & Jordan (2005). Their re-
search provides insights into the evolving identity
of two student teachers from Taiwan, in that the
course facilitated changes in participants’ percep-
tion of themselves as legitimate English speak-
ers and pronunciation teachers. Their emerging
identities as legitimate English speakers were sig-
nificant for their development as pronunciation
teachers. To what extent their learning also influ-
enced their cognition development, however, is
unknown. Furthermore, a common issue among
all of the aforementioned studies was their limited
scope, both in terms of size and links to specific
contexts; thus, it is difficult to determine whether
some of their findings can be applied to other
contexts.
TEACHER COGNITION AND SLTE
The second body of research that has exam-
ined teacher learning and has a prominent role
in contemporary SLTE research is teacher cogni-
tion. An important area of SLTC research is the
exploration of factors that stimulate or restrict stu-
dent teachers’ cognition development to deter-
mine the effectiveness of educational programs.
Past experiences, strong pre-existing beliefs, prior
and existing knowledge, personal traits, attitudes,
and contextual factors have all exerted a powerful
influence on student teachers’ cognition growth
and subsequently their learning to teach language
(Baker, 2011b; Kurihara & Samimy, 2007; Wyatt &
Borg, 2011).
Research evidence of the impact of SLTE
on student teacher learning, however, is rel-
atively inconclusive. Some studies have only
shown marginal development in student teach-
ers’ cognition (e.g., Peacock, 2001; Urmston,
2003, in Hong Kong), but such findings are
based mostly on questionnaire responses. Other
research—carried out in North America, Japan,
and Oman—built on more robust methodol-
ogy with multiple data sources and indicates
that SLTE can enhance the beliefs and knowl-
edge of student teachers and subsequently pre-
pare them effectively to teach an L2 in their
classrooms (Baker, 2011b; Farrell, 2009; John-
son, 1994; Kurihara & Samimy, 2007; Wyatt &
Borg, 2011). Along these lines, in the context
of a tertiary teacher education program in Aus-
tralia, specifically in a course focused on pro-
nunciation pedagogy, Burri (2015b) found that
NNSs’ self-perceived improvement of their own
pronunciation and an increase in their lan-
guage awareness had a profound impact on
their cognition development. Burri, Baker, and
Chen (2017), in a subsequent study, found that
pedagogical training sessions and observations
of real-life L2 classrooms contributed to student
teachers’ cognition development, whereas the in-
tensity of the program and the complexity of the
English sound system appeared to restrict partici-
pants’ cognition about pronunciation pedagogy.
These studies, although affording important in-
sights into SLTE-related factors involved in the
successful preparation of student teachers, have
largely focused on teacher learning from an in-
dividualistic and cognitive perspective (Burns,
Freeman, & Edwards, 2015), treating teachers’
practices, contexts, and mental lives as sepa-
rate entities. One exception is Golombek and
Doran’s (2014) work showing the interconnected-
ness of teacher cognition with emotions and prac-
tice. Nonetheless, Kubanyiova and Feryok (2015)
have raised concerns about the theoretical di-
vide in cognition research and called for atten-
tion devoted to assessing “the value of going
beyond rationalist conceptualizations of cogni-
tion” (p. 443). This article sets out to address this
concern by developing a broad conceptual frame-
work that provides a better understanding of
both social and cognitive development in teacher
learning. It does this by examining the relation-
ship between cognition and identity in an SLTE
setting. Examining this connection will further
our understanding of teacher learning, specifi-
cally within the context of a postgraduate course
on pronunciation pedagogy at an Australian uni-
versity. The study is thus guided by the following
research questions:
RQ1. What relationship exists between the de-
velopment of student teachers’ cognition
about pronunciation instruction and their
identity construction?
RQ2. What factors contribute to or restrict the
cognition development and identity con-
struction of student teachers learning to
teach pronunciation?
THEORETICAL UNDERPINNINGS
The theory underpinning the proposed inte-
grated framework of cognition and teacher iden-
tity comprises theories of identity (Norton, 2013)
and social learning (Lave & Wenger, 1991). From
this perspective, learning is seen as a process
of becoming a member of a community made
possible through social participation and under-
standing community practice, which in turn leads
to increased knowledge and competence. A key
tenet of Norton’s (2013) identity theory is that
“opportunities to practice speaking, reading and
writing … are socially structured in both formal
and informal sites of language learning” (p. 2).
Understanding teacher learning should include
investigation into how the knowledge and skills
are acquired but especially the conditions un-
der which they are developed. Examination of
teacher identity, therefore, offers a means to
theorize how teacher cognition is shaped and
developed.
In conceptualizing the complex interplay be-
tween identity and teacher cognition brought to-
gether in teacher learning, we draw on Wenger’s
(1998) notion of identification. Wenger argues
that identifying as someone or with someone is a
fundamental element of identity formation. This
association shapes who we are in any setting. In
the context of teacher learning, identification
may involve students’ identifying with certain be-
liefs and perspectives underpinning a teaching
approach as an aspect that is crucial for the devel-
opment of teacher cognition. In that light, iden-
tification brings identity and cognition together,
offering a holistic approach to explore student
teachers’ learning to teach pronunciation.
Wenger (1998) notes that identification can
take place through three pathways: imagination,
engagement, and alignment. For Wenger, imagi-
nation relates to imagining and positioning “our-
selves in a completely different context” (p. 194).
It thus can have a profound impact on identity for-
mation as identities can “take on new dimensions”
(p. 194).1 One example of this might be teachers
envisioning themselves teaching pronunciation to
L2 learners, resulting in increased self-confidence
in teaching it. Engagement, on the other hand,
refers to the extent to which participants invest
their actions, activities, and “relations with other
people” (p. 192) to gain a sense of who they are;
a process which develops competence. Finally,
participants need to demonstrate alignment, di-
recting their actions in light of their positions and
beliefs. Because aligning with something or some-
one typically involves participation (or nonpar-
ticipation), allegiance, and power, alignment in
the present study could involve student teachers
connecting themselves with, for example, course
content.
METHODOLOGY
The present study aims to provide a thorough
understanding of a particular case situated in
a specific context: learning to teach English
pronunciation in a postgraduate course on pro-
nunciation pedagogy offered at an Australian
university.
TABLE 1
Overview of Topics Covered in Pronunciation
Course
Week Topic
1 Overview of pronunciation instruction




5 Syllables, word stress, and phrasal stress
6 Tone units, sentence stress, and rhythm
7 Intonation
8 Consonants (1)
9 Consonants (2) and connected speech
10 Teaching techniques
11 Fluency development and integrating
pronunciation into the curriculum
12 Pronunciation and spelling
13 Presentations
Research Context
The research took place in a 13-week long post-
graduate course called ‘Teaching Pronunciation
and Prosody’ that was taught by the third author.2
The structure of the course was organized in a
way that each weekly lecture focused on a par-
ticular area of English pronunciation. Table 1
displays the sequencing and trajectory of the top-
ics and concepts featured in the course. Each
weekly lecture was structured into three compo-
nents. Theoretical constructs relating to the En-
glish sound system were discussed in the first
hour. The second hour provided student teach-
ers with opportunities to learn about controlled,
guided, and free pronunciation teaching activi-
ties (Baker, 2014). The majority of these activities
were kinaesthetic/tactile in nature and included,
for instance, jazz chants (Graham, 1986), rubber
bands (Gilbert, 2012), Acton’s (2001) baton tech-
nique, and various haptic (movement + touch)
techniques (see, for example, Acton et al., 2013;
Burri & Baker, 2016; Burri, Baker, & Acton, 2016;
Teaman & Acton, 2013). In the third hour of
each lecture, students conducted various linguis-
tic analyses of learner speech samples with the aim
to improve student teachers’ phonological aware-
ness as well as to prepare them for the final as-
sessment task. The weekly topics were structured
around readings from the main textbook (Celce–
Murcia et al., 2010). The bookwas chosen because
it was the most comprehensive volume currently
available on teaching English pronunciation. Sev-
eral journal articles and book chapters were used
to supplement the textbook (e.g., Gibson, 2008;
Gilbert, 2008; Jenkins, 2002; Levis & Grant, 2003;
Murphy, 1991; Murphy & Kandil, 2004; Yates &
Zielinski, 2009).
Three assessment tasks were included in the
pronunciation pedagogy course. The first task re-
quired students to describe the current state of
pronunciation instruction in their home context.
The second task was a mid-term quiz that assessed
student teachers’ knowledge about the English
sound system. In the third assessment task, the
students analyzed an L2 learner’s speech sample.
They had to identify four pronunciation priorities
and recommend eight techniques that a teacher
could use to help improve the learner’s intelligi-
bility. This work was subsequently presented in the
last class of the course in a 5-minute presentation.
Overall, the course featured a strong collabora-
tive learning environment, involving small group
discussions, group task work, and peer teach-
ing. The lecturer advocated the integration of
pronunciation into all skill areas, as well as a
balanced approach to teaching English pronun-
ciation, including the teaching of segmentals
(vowels and consonants) and suprasegmentals
(stress, rhythm, and intonation) to enhance
learner intelligibility (Crowther et al., 2015;
Grant, 2014). Additionally, the inclusion of native
and nonnative English varieties and accents in L2
teaching was a prominent theme throughout the
semester, and students’ previous L2 learning and
teaching experiences were regularly drawn on to
stimulate reflection on subject content.
Participants
In the first lecture of the pronunciation ped-
agogy course, the first author explained the re-
search project to the entire class. The third
author who taught the course was not in atten-
dance. It was explained to everyone that par-
ticipation in the study was voluntary and that
there would be no consequences if they decided
not to participate or withdraw from the research
(Casanave, 2010). Of the 24 postgraduate stu-
dents enrolled in the course, 15 provided their
written consent to participate in the project. Par-
ticipants assigned themselves a pseudonym so that
their confidentiality and anonymity was main-
tained throughout the study (Creswell, 2013).
This was important in order to avoid any con-
flict of interest as the third author taught the
course and marked the participants’ assessment
tasks. The dichotomy of native versus nonnative
teachers has been challenged in contemporary L2
teaching (Braine, 1999). Considering this distinc-
tion, however, is necessary in the present study in
order to explore the potential role participants’
language background played in learning to teach
pronunciation. The students self-identified them-
selves as either first language (L1) or L2 speakers
of English (as part of an initial questionnaire).
The demographic profile of the 15 participants
varied considerably, including four fromAustralia
(Lucy, Georgia, Grace, Charlotte), six from Japan
(Hiro, Mio, Ken, Koki, Mai, Aoi), three from
Hong Kong (Kirsten, Hayley, Mark), one from
Pakistan (Alizeh), and one from Iran (Rio); all of
the NNSs (n = 10) were highly proficient in En-
glish. The age of the participants ranged between
20 and 60. While only 5 of the 15 student teachers
reported having pronunciation teaching experi-
ence prior to the pronunciation course, all 15 had
experience with studying a foreign language.
Data Collection and Analysis
In line with case study research and previous
work on SLTC (Baker, 2014; Barnard & Burns,
2012), multiple data sources were triangulated to
examine the relationship between cognition de-
velopment and identity construction in learning
to teach pronunciation: a pre- and post-course
questionnaire, focus group interviews, observa-
tions, and semi-structured interviews.
The study used two questionnaires to explore
participants’ reported cognitions about pronun-
ciation teaching. The first questionnaire collected
participants’ biographical data and elicited com-
ments on some of their pre-existing pedagog-
ical beliefs. This questionnaire was developed
in previous research examining pronunciation
teacher cognition (Baker, 2011c). At the end of
the course, a second questionnaire was admin-
istered, consisting of the multiple-choice items
from the first questionnaire, one question asking
about homework, and one open-ended question
about students’ general beliefs about teaching
and learning English pronunciation. This second
survey allowed us to examine the extent to which
participants’ cognition about pronunciation inst-
ruction developed during the pronunciation ped-
agogy course.
The 15 participants were then divided into four
focus groups according to their language back-
ground and teaching experience. The purpose of
dividing the focus groups in this way was to ob-
tain data “simultaneously from several intervie-
wees” (Timoštšuk & Ugaste, 2010, p. 1565) with
similar backgrounds (Krueger & Casey, 2000).
This allowed for an examination of learning to
teach pronunciation according to participants’
linguistic and professional background. Each
focus group consisted of 3–5 members and all
four groups met with the first author three times
during the semester (in weeks 5, 9, and 12).
In addition to questions about participants’ cog-
nitions about pronunciation instruction, parti-
cipants were asked to share a “critical incident”
(Richards & Farrell, 2005, p. 117) from the
coursework to elicit their perceptions and view-
points on any memorable, unexpected, or chal-
lenging moments they experienced during the
pronunciation pedagogy course. The focus group
interviews were audio recordedwith a digital voice
recorder.
Besides the focus group interviews, the first
author conducted weekly nonparticipatory ob-
servations of the 3-hour lecture to observe parti-
cipants’ reactions to class content and classroom
interactions. The insights gained from these
observations then served as stimuli for subse-
quent focus group and semi-structured interviews
(Baker, 2011a; Borg, 2003). All of the lectures
were video recorded with a Canon Vixia HFR21.
Based on several preliminary themes that were
identified during data collection, purposeful sam-
pling (Creswell, 2013) was applied by inviting 7
of the 15 participants to participate in a 30–45
minute semi-structured interview with the first au-
thor. The criteria for purposive sampling were stu-
dent availability and several questions that arose
during the data collection. We acknowledge the
potential limitation of interview data in that the
relation of power between the interviewer and
interviewee may not necessarily produce trans-
parent language (e.g., Talmy, 2010); however,
conducting these interviews was important to ob-
tain additional insights into student teachers’ cog-
nitions about pronunciation. As the focus groups
were relatively homogenous, interviewing 1 or 2
participants per focus group was considered to
be adequate. During these interviews, the par-
ticipants were asked clarification questions and
a scenario-based question (Borg, 2006). This re-
quired participants to select specific course con-
tent (e.g., pronunciation teaching techniques),
most likely reflecting their identification with and
their cognition about pronunciation pedagogy at
the end of the course; however, they were not
specifically asked about their identities or cog-
nition. The one-on-one interviews were audio
recorded and conducted within a month of the
completion of the course.
A coding structure drawn from Burri’s (2015a,
2015b) research on the cognition development
of student teachers learning to teach pronun-
ciation was used as a point of departure. This
set of initial themes was then expanded by
analyzing and coding the data according to the
components of identification discussed in the
theoretical framework. Identified themes were
allocated to individual students and a profile for
each participant was created to attain a thorough
understanding of the mediation of student teach-
ers’ identities and cognitions. Initially examining
each student teacher individually (Huang, 2014)
not only allowed the exploration of participants’
cognition development and identity formation
in depth, but also assisted in the identification
of thematic overlaps among student teachers
(Timoštšuk & Ugaste, 2010). All of the coding
was undertaken in NVivo 10.
FINDINGS
In this section the findings of the study—
derived from questionnaires, focus groups, obser-
vations, and interviews—are organized according
to the theoretical framework underpinning the
research. Thus, the first part of the findings is
divided into the three categories constituting
participants’ identification with the pronuncia-
tion pedagogy course: (a) imagination of self and
others, (b) personal engagement and investment
in the course, and (c) alignment with course
content. In the second part of the findings we
follow Morita’s (2004) model by profiling two
student teachers. These profiles are included
to highlight the complex relationship between
participants’ cognition development and identity
construction, and to foreground some of the
factors that are part of the different trajectories
of postgraduate student teachers’ learning to
teach pronunciation.
Imagination of Self and Others
An analysis of the focus group and interview
data showed that imagination of self and others
exerted a substantial influence on participants’
cognition growth and identity formation. Con-
trary to previous nonnative English-speaking
teacher (NNEST) research suggesting that NNSs
consider themselves to be less able L2 teachers—
a view that disempowers identity construction
(Amin, 1997; Tang, 1997)—the majority of NNSs
in the present study began to gradually imagine
themselves over the course of the semester as
legitimate and competent pronunciation instruc-
tors. At the end of the term, Mark, Mio, and
Rio viewed NNSs to be better equipped to teach
pronunciation due to their strong awareness of
English pronunciation. This was evident in the
following interview extract:
EXAMPLE 1
[NNESTs are] aware of the ways of teaching pro-
nunciation and how they can teach pronunciation
but, for native speakers, they [don’t] know that, why
do they have that higher or lower pitch. They think
it’s natural and they may not have too much aware-
ness of the reason behind that. So they may not have
enough theory or something to back up their teach-
ing. (Mark; FI)3
The nonnative student teachers, thus, increas-
ingly viewed their identities in a positive light
as the semester progressed. This newly acquired
belief in their pedagogical ability resulted in in-
creased confidence to teach pronunciation effec-
tively (e.g., Hiro, Mio, Aoi, Rio, Mark), lending
support to previous research suggesting that con-
fidence is closely tied to NNESTs’ identity forma-
tion (e.g., Park, 2012).
Further contributing to the NNESTs’ positive
self-image was the recognition by the native-
speaking student teachers of the legitimacy of
NNSs in teaching English pronunciation. As illus-
trated in the following statement made by Geor-
gia, the native speakers (NSs) not only believed
that the NNSs were more comfortable with course
content, but they imaginedNNESTs to be strongly
positioned for teaching pronunciation due to
their shared L1 with their students and their ex-
perience with learning English pronunciation ex-
plicitly:
EXAMPLE 2
I thought all this time that the best result was a native
speaker teaching pronunciation, but of course that’s
not always possible … and then [NNSs] have the
experience of learning another language and learn-
ing about pronunciation and that, so in some ways
they’re better equipped. (Georgia, FI)
This acknowledgment of being legitimate pro-
nunciation instructors appeared to have a power-
ful impact on NNS student teachers’ identity. In
other words, since identity entails a sense of be-
longing and self-worth, the recognition by their
NS peers empowered the NNSs, who began to be-
lieve they would be effective pronunciation teach-
ers. Like Árva and Medyes’s (2000) findings, the
majority of the student teachers thought the NSs’
strength was their superior command of English,
allowing them to provide explanations in sev-
eral different ways. However, by the end of the
semester, four of the five NSs found it challeng-
ing to imagine and position themselves as effec-
tive pronunciation instructors. They appeared to
be uncertain and lacked confidence in their abil-
ity to teach pronunciation to L2 learners. These
same four participants also had no previous pro-
nunciation teaching experience. Although this is
speculative, these NSs may have felt that the more
they learned about pronunciation, the less they
possessed subject matter knowledge about the En-
glish sound system, thus leading them to feel less
confident in teaching it. Overall, these findings
lend support to the importance of a joint develop-
ment of teacher cognition and identity in learning
to teach English pronunciation.
Personal Engagement and Investment in the Course
In addition to imagination, personal engage-
ment and investment in the course and its con-
tent had a profound impact on student teachers’
identity construction, which in turn mediated
their cognition growth. As the analysis of the
focus group, interview, and observation data
revealed, participants’ engagement/investment
encompassed several different forms: read-
ing professional literature, status as classroom
teacher, and value attributed to assessment tasks.
Reading Professional Literature. Overall, student
teachers in this study engaged in the course read-
ings throughout the semester. However, three in
particular—Lucy, Hiro, and Georgia—devoted a
significant amount of time to reading a wide vari-
ety of literature on pronunciation pedagogy and
research. For Georgia, this facilitated her under-
standing of course content, whereas Lucy began
to recognize the importance of pronunciation
and the value of including nonnative English va-
rieties in L2 instruction. In Hiro’s case, reading
journal articles enhanced his understanding of
the pedagogical goal of pronunciation instruc-
tion: “I’m reading those things second or third
time, and kind of understand … the realistic
goal [of pronunciation teaching]” (Hiro, FG1-3).
Thus, these findings lend support to Golombek
and Jordan’s (2005) research that found that pro-
fessional literature can have a considerable ef-
fect on postgraduate student teachers’ learning to
teach English pronunciation.
Status as Classroom Teacher. Having access to an
L2 classroom either during or immediately after
the postgraduate course contributed to some of
the student teachers’ personal investment in the
course, and subsequently to their emerging com-
petence as pronunciation instructors.4 Georgia,
for example, taught at a local language school and
was highly invested in the pronunciation course
as a way of learning to teach pronunciation to
her students. As she explained, having her own
classroom allowed for experimentation with some
of the newly learned pronunciation techniques.
For example, she described how a new kinaes-
thetic/tactile technique she tried with one of her
Vietnamese students improved his pronunciation:
EXAMPLE 3
I’m still helping the Vietnamese student that I inter-
viewed and I showed him the baton system5 the other
day … and it came together for him. So he can see
the benefit of that. (Georgia, FI)
Charlotte also had access to an L2 classroom
when she commenced her practicum in the later
part of the semester, consequently gaining initial
classroom experience. This newly gained status as
a classroom teacher appeared to signify a partic-
ularly important stage in Charlotte’s process of
learning to teach pronunciation. Until that point,
as was evident in the focus group and observation
data, Charlotte appeared to increasingly disasso-
ciate herself from subject matter, and she voiced
strong doubts about her choice of becoming an
L2 instructor. However, observation data obtained
during the week 11 lecture demonstrated that her
practicum experience during the course helped
her realign herself with some of the course con-
tent. She gradually began to see pronunciation
instruction in a somewhat more positive and rele-
vant light. She explained to the postgraduate class
that, for her current L2 students, intelligibility was
the most important part of pronunciation. She
also expressed her desire to teach one of the ki-
naesthetic/tactile techniques to her students.
Value Attributed to Assessment Tasks. Perceiving
value in the assessment tasks used in the pronunci-
ation pedagogy course to augment student teach-
ers’ learning about the English sound system and
how to teach it was a strong indication of the ex-
tent to which student teachers were invested in
the course. Nine of the ten participants showing
strong investment embraced the assessment tasks
and considered them to be a usefulmeans to learn
about English pronunciation and how to teach
it to L2 learners. Mio, for instance, perceived as-
sessment task #3 as valuable because it improved
her language awareness. In the same vein, Grace
mentioned that the assignment assisted her with
attaining a more in-depth understanding of the
International Phonetic Alphabet (IPA):
EXAMPLE 4
I think that the last assignment that we’ve been work-
ing on for a while, it’s actually taught me to be aware
of the phonetic alphabet more. So, as I’m analyzing
things now I know a lot more symbols and it’s just
coming naturally to me, and I don’t really have to
look at my chart anymore. (Grace, FG3-3)
Two of the five participants with less invest-
ment in the course, however, considered the as-
sessments to be daunting and possibly unhelpful:
EXAMPLE 5
I don’t think the assignments overall are good for fu-
ture teaching. [No] teacher is going to have time to
do a 4000 word analysis of a student’s speech ever!
(Charlotte, FG3-3)6
Charlotte not only perceived assessment task #3
to be overwhelming, but it evoked in her some
strong emotions and negative feelings toward the
assignment, possibly contributing to her gradual
disengagement occurring during the first half of
the pronunciation pedagogy course. Charlotte’s
struggles demonstrated the potentially negative
effects that the lack of perceived value in the
assessments had on her pronunciation teacher
identity, but they also substantiate Borg’s (2009)
proposition that program requirements (such as
assessment tasks) can exert strong influence on
teachers’ cognitions.
Alignment With Course Content
Alignment through personal interest in course
content and through student teachers’ response
to some of this content played important roles in
the growth of participants’ pronunciation teach-
ing competence. The areas of student teachers’
interests in specific subject matter content varied
considerably; yet, the questionnaire, focus group,
and interview data clearly showed that their iden-
tification with subject matter taught in the course
had a positive effect on their identity formation
and cognition development. At the beginning of
the course, most student teachers considered seg-
mentals to be the main focus in pronunciation in-
struction. However, at the end of the course, the
majority of the participants regarded supraseg-
mentals as an important component in pronun-
ciation pedagogy. For example, Lucy’s increased
interest in suprasegmentals facilitated a shift in
her pedagogical beliefs toward teaching prosodic
features. Similarly, a strong interest in prosody
fostered Hiro’s understanding of a need for a
more balanced approach to pronunciation in-
struction, and Mark, Kirsten, and Aoi began to
view suprasegmentals as an important element in
pronunciation instruction. Moreover, Rio’s inter-
est in suprasegmentals fostered his awareness of
and knowledge about several prosodic features
such as intonation and prominence. Thus, these
findings suggest that participants’ development of
subject matter knowledge and identity formation
occurred in a reciprocal relationship that was fa-
cilitated by a personal interest in English prosody.
Besides their increased interest in prosodic
features, participants’ enthusiasm for the novelty
of kinaesthetic/tactile techniques appeared to
enhance their identification with course con-
tent. This was evident in the majority of student
teachers expressing their desire to use kinaes-
thetic/tactile techniques in their future class-
rooms. In addition, Lucy’s passion for the history
of the English language and Ken’s curiosity about
accents stimulated their beliefs and knowledge
about pronunciation. As Ken’s awareness of En-
glish accents increased, he began to understand
that attaining native-like pronunciation was not
necessary for L2 learners. Ken’s newly acquired
understanding was reflected in the second ques-
tionnaire where he disagreed with the notion of
accent elimination being the goal of pronuncia-
tion instruction (for more on accent reduction
and pronunciation instruction, see Thomson
& Derwing, 2015). These findings suggest that
alignment through interest in course content was
a crucial factor contributing to the process of stu-
dent teachers’ learning to teach pronunciation.
The student teachers’ emotional response to
some of the course content had an effect on
the extent to which participants aligned with
it. This was particularly true with regard to ac-
cents, which are interwoven with a speaker’s iden-
tity in complex, social, and psychological ways
(Goodwin, 2014; Lindemann, 2005; Subtirelu &
Lindemann, 2016). The focus group and ob-
servation data demonstrated that, for better or
worse, everyone was struggling emotionally at
some point during the semester (Timoštšuk &
Ugaste, 2010). Data, however, clearly showed that
NS student teachers without any teaching back-
ground experienced the most serious emotional
struggles during the course. For example, Alizeh,
who was from Pakistan and whose accent ap-
peared to be central to her identity, expressed her
puzzlement about the notion of correct pronun-
ciation, and she seemed to be frustrated by her
difficulties with trying to pronounce Australian
English:
EXAMPLE 6
I’m always confused, actually, as to whether I’m pro-
nouncing things correctly now, because this the Aus-
tralian would do it, this the Canadian, but you can do
it the way you do it in your country, so I’m not sure
if I’m doing it right … it’s impossible for me to get
rid of this accent that I’ve got. I can’t do it! I mean I
don’t want to do it as well … (Alizeh, FG3-1)
Focus group data suggested that, for most of
the course, Alizeh was under the (wrong) impres-
sion that one of the underlying premises of the
course was for her to get rid of her accent, caus-
ing the student teacher a great deal of emotional
unrest.7 For Charlotte, on the other hand, course
content (as well as the assessment tasks) caused
occasional emotional turmoil. Three-hour lec-
tures/workshops were perceived to be too long,
and she explained that the course contained too
much content for her to process. Relatively early
on in the semester, she thought the course was not
preparing her adequately to teach pronunciation
in future classes, and even at the end of the course
she expressed little desire to teach pronunciation.
Charlotte’s lack of alignment as well as her par-
tial reluctance to engage with some of the course
content confirms that learning to teach pronun-
ciation requires both cognition development and
identity negotiation.
In fact, emotions, cognition, and learning to
teach “continuously interact and influence each
other” (Golombek & Doran, 2014, p. 105), and
therefore the two participants’ emotional disso-
nance was likely part of their developing concep-
tualization of pronunciation pedagogy. A closer
look at the data revealed that the student teach-
ers’ difficulties did not appear to restrict their
alignment with course content. Rather, as the ob-
servation data suggested, their struggles may have
formed an integral part of their development,
as both students began to show some cognition
growth by the end of the semester. As previously
mentioned, Charlotte expressed her intention to
teach a kinaesthetic/tactile technique during her
practicum. In contrast, Alizeh, perhaps as a re-
sult of her increasing acceptance of herself as a
legitimate speaker, began to redefine her con-
ception of the goal of pronunciation teaching.
In her presentation delivered in the last class of
the semester, she mentioned learner intelligibil-
ity to be the goal of pronunciation teaching. This
shift of teacher cognition appeared to have co-
developed with her new sense of self—her emerg-
ing pronunciation teacher identity.
These were incidents of gradual growth tak-
ing place, particularly given Charlotte’s somewhat
negative perception toward kinaesthetic/tactile
pronunciation teaching in the first half of
the course. Nevertheless, findings suggest that
for certain student teachers learning to teach
pronunciation may involve substantially more
cognition development and negotiation of iden-
tity coupled with emotional struggles. These chal-
lenges may not automatically restrict student
teachers’ growth, but for some the process of
becoming a competent pronunciation instructor
may take longer and move beyond the realms of a
postgraduate course on pronunciation teaching.
Illustrative Examples of Student Teachers Learning to
Teach English Pronunciation
In this segment of the findings, drawing on all
of the data sources triangulated in the study, two
student teachers are profiled to highlight some of
the aforementioned themes inmore detail, as well
as to demonstrate the different trajectories, com-
plexity and interrelatedness of cognition develop-
ment and identity construction of postgraduate
student teachers learning to teach pronunciation.
Lucy. Even though Lucy possessed several
years experience of mainstream classroom teach-
ing in Australian primary and secondary schools,
she reported having no prior pronunciation
teaching experience. Lucy was heavily invested in
the course. She read a wide array of professional
literature on pronunciation instruction, and, as
the semester progressed, she began to see the
legitimacy and potentially advantageous position
of NNESTs in teaching pronunciation. Her per-
spective on the goal of pronunciation teaching
also changed, and she began to understand that
achieving native-like pronunciation was an unre-
alistic notion for L2 learners. Lucy’s personal in-
terest in the history of English language had a pro-
found impact on her identification with subject
matter in that it consolidated her cognition about
pronunciation instruction:
EXAMPLE 7
Well it probably wasn’t until about week 11 and 12 of
the course that something kind of clicked together
for me. I don’t know what it was but we had one
session where we talked a lot about the history of
English … and I’m hugely interested in that. Sud-
denly it kind of all clicked together. (Lucy, FI)
This amalgamation of knowledge achieved to-
ward the end of the semester was an impor-
tant step in Lucy’s formation of becoming a
competent pronunciation teacher. By the end
of the semester, Lucy’s overall perception of
the importance of pronunciation grew substan-
tially. Prior to taking the course, she had never
heard of prosody. She thought that pronunciation
“had absolutely nothing to do with anything …”
(FI), and that teaching should be done through
repetition. At the end of the course, her cogni-
tion had shifted toward teaching suprasegmentals
to help L2 learners improve their intelligibility.
Lucy now believed that pronunciation was a crit-
ical component in L2 teaching and learning and
should, therefore, be integrated into L2 teaching
programs. English was viewed as a world language,
and Lucy’s perception of nonnative English vari-
eties changed to the extent that she would include
them in her classrooms.
Sharing a class with nonnative student teachers
further enhanced her understanding of the
difficulties L2 learners face with learning English
pronunciation. Subsequently, Lucy considered
teaching a monolingual class to be easier than a
multilingual one because it would allow meeting
student needs more effectively. In spite of her
substantial growth in competence, Lucy was
unsure about how to teach pronunciation, and
she found it somewhat difficult to understand
some of the teaching techniques learned in class.
This suggests that although Lucy’s identity as a
pronunciation instructor clearly began to emerge
during the course, becoming a competent and
effective pronunciation teacher may require
more time than a graduate course can provide.
Mio. Mio had several years of pronunciation
teaching experience in Japan and reported hav-
ing prior knowledge of prosody (e.g., rhythm).
During her formative school years in Japan, Mio
had taught herself how to use the IPA to im-
prove her own pronunciation. She was highly in-
vested in the course, which was evident in her
positive perception toward the assessment tasks
in that she considered them to be helpful for
her language awareness and understanding of
course content. As the course progressed, she be-
gan to see value more in teaching segmentals, be-
cause, in her opinion, clearly producing individ-
ual sounds would assist students with producing
“good intonation” (FI).
In her final interview, Mio explained that
the pronunciation pedagogy course “influenced
[her] way of thinking” (FI). Because of all the dif-
ferent English varieties spoken in the classroom,
she gradually began to accept nonnative varieties,
and therefore considered teaching both native
and nonnative English varieties to her Japanese
students. Mio also gained confidence in her abil-
ity to teach pronunciation, and she thought that
NNSs could be effective pronunciation teach-
ers. She expressed a strong desire for the lec-
turer to correct her pronunciation and she was
highly interested in the use of kinaesthetic/tactile
pronunciation teaching. Halfway through the
semester, Mio was given the opportunity to ob-
serve an English as a second language (ESL) class
taught by the third author. As she explained dur-
ing the week 7 lecture, this observation was a key
moment in her alignment with course content
and her beliefs about the effectiveness of pronun-
ciation instruction. That is, Mio began to see value
in using kinaesthetic/tactile pronunciation activ-
ities. Besides her newly gained appreciation for
this type of pronunciation teaching, the instructor
was now seen to be a crucial element in pronun-
ciation instruction and learning. Mio’s changing
cognition about the important role an instructor
plays in teaching pronunciation appeared to be a
reflection of her own emerging identity as a pro-
nunciation teacher.
Because of her teaching experience, Mio had
a strong awareness of pronunciation instruction
being frequently influenced by government deci-
sions and policies. She was also aware that pronun-
ciation instruction was context-dependent. Mio
explained that in a vocational program she would
teach segmentals and intonation using a kinaes-
thetic/tactile approach, whereas in a high school
context, the articulation system, syllables, and
stress needed to be foregrounded. Interestingly,
however, at the end of the semester Mio was still
somewhat unsure whether pronunciation teach-
ing could actually lead to permanent change. Sim-
ilar to Lucy’s case, this indicates that becoming a
competent pronunciation teacher goes beyond a
graduate course on pronunciation pedagogy.
DISCUSSION
The findings of this study illustrated that
participants’ identity not only affected their
cognition, but that the construction of student
teachers’ identity and the development of their
cognition were intertwined and mediated each
other in complex ways. Figure 1 conceptualizes
the reciprocity between participants’ cognition
development and identity construction that oc-
curred as part of their participation during the
pronunciation pedagogy course.
As the figure shows, these two constructs were
in an interwoven, inseparable, and reciprocal as-
sociation, which contributed substantially to par-
ticipants learning to teach pronunciation. Lucy’s
identity, for example, was shaped by engaging
with the literature and drawing on her personal
interest. This, then, resulted in considerable cog-
nition growth in the areas of suprasegmentals,
instructional target, and importance of pronunci-
ation instruction. Reflecting this growth was her
FIGURE 1
Conceptualization of Learning to Teach English Pronunciation
newly gained appreciation (i.e., imagination) of
NNESTs being suitably positioned to teach pro-
nunciation. Hiro’s identity construction, on the
other hand, was facilitated by a growing sense of
being a capable pronunciation instructor (imag-
ination), high engagement and investment in
the course, and a strong personal interest in the
course and its content (alignment). These charac-
teristics in turn had a strong impact on the devel-
opment of his cognition in that he began to value
a balanced approach to pronunciation instruc-
tion. Conversely, his newly found pedagogical
beliefs seemed to stimulate his identity formation
to the extent that he expressed his confidence
in possessing the ability to teach pronunciation
even though English was not his L1. For Mio, the
assessment tasks, an ESL classroom observation,
and interacting with classmates from diverse lin-
guistic backgrounds contributed to her cognition
development. This growth was critical in that it
boosted her confidence (i.e., imagination) in be-
ing able to teach English pronunciation. Overall,
the social process of learning together about pro-
nunciation pedagogy and engaging with others
in this classroom community helped to shape the
student teachers’ identity as teachers.
In addition to this vital reciprocal relationship
between identity construction and the develop-
ment of participants’ beliefs and knowledge about
pronunciation pedagogy, the findings demon-
strated that learning to teach pronunciation is
also an individual process. Various factors, such
as peer recognition of competence regardless of
native status, professional literature, status as a
classroom teacher, assessment tasks, personal in-
terests, and participants’ response to the content,
all played important roles in student teachers’
identification with the pronunciation pedagogy
course. Previous research has established that cog-
nition development and identity formation are
both multifaceted and individual processes (e.g.,
Borg, 2005; Cabaroglu & Roberts, 2000; Park,
2012; Trent, 2012; Tsui, 2007); however, our study
clearly highlighted the heterogeneous nature of
teacher learning that occurred as part of social
participation in a course on pronunciation ped-
agogy. That is, irrespective of their cultural and
linguistic backgrounds, student teachers experi-
enced different trajectories in their journey to be-
come effective pronunciation teachers. Also, in
light of the struggles Charlotte and Alizeh en-
countered during the course, it is reasonable to
assume that for some individuals becoming a com-
petent pronunciation instructor is a slow process
that takes place over a prolonged period of time.
It can, therefore, be argued that for pronuncia-
tion teaching competence to emerge, the shap-
ing of student teachers’ identity must undergo a
complex, diverse, often emotional and nonlinear
process, which in turn is critical for cognition de-
velopment to occur.
Considering these findings, we concur with
Crookes (2015) that Borg’s (2012) claim of iden-
tity being part of cognition needs to be treated
with caution. More specifically, the findings
generated by this study point to both identity
construction and cognition development as be-
ing integral parts of L2 teacher learning. Thus,
identity and cognition need to be considered
as two equally critical components that mediate
each other in SLTE. We suggest, therefore, that
L2 teacher educators pay close attention to the
intertwined nature of these two components
rather than grouping them together as one con-
struct. Adopting this more holistic perspective
as suggested by Kubanyiova and Feryok (2015)
would likely enhance the effectiveness of SLTE
because teacher learning is then viewed as a
multidimensional process, one that takes into
account and taps into student teachers’ personal
investment, imagination, and alignment, along
with their knowledge, beliefs, and perceptions
(i.e., cognition). In essence, cognition growth and
identity formation play essential roles in postgrad-
uate student teachers learning to teach language.
CONCLUSION
This article has demonstrated that L2 teacher
learning is a highly multifaceted individualistic
and social process. Wenger’s (1998) notion of
identification provided a useful framework for an-
alyzing and making sense of participants’ learn-
ing together to teach pronunciation. The student
teachers’ emerging pronunciation teaching com-
petence is obviously just the beginning of their
quest to become effective L2 instructors, espe-
cially since teacher learning is often impacted
by contextual factors, such as curricula, school
and government policies, colleagues, supervisors,
and parents, and therefore negotiated in actual
teaching contexts over a prolonged period of
time. More research is necessary to examine how
and to what extent the teachers begin to negoti-
ate and implement their pronunciation teaching
practices in their future teaching contexts. Con-
tinuing this line of inquiry would most certainly
reveal new and valuable insights for L2 teacher ed-
ucators to implement in their SLTE programs.
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NOTES
1 As Wenger posits, imagination can also cause dis-
association and subsequently impact one’s identity in a
nonparticipatory way.
2 The third author was unaware of which students
participated in the study; thus, students were neither
advantaged nor disadvantaged by their choice to partic-
ipate, or alternatively not to participate, in the study.
3 The following notation system is used to refer to
data sources: FI = final interview; FG1-3 = focus group
1, interview 3; T3 = assessment task #3; OW7 = observa-
tion/week 7.
4 At the time this study was conducted, Georgia was
the only participant engaged in regular L2 teaching.
Charlotte andGrace began their practicums, while Koki,
Hiro, Mai, Aoi, Miho, Ken, and Rio all reported either
returning to their previous teaching positions, having
been offered employment after their studies, or begin-
ning to look for teaching opportunities immediately af-
ter their courses were completed.
5 See Acton (2001).
6 The speech analysis of scripted (300 words) and un-
scripted (300 words) text consisted of 600 words in total,
and the write-up of the results and pedagogical implica-
tions was 3400 words.
7 It was not clear why Alizeh developed this misper-
ception, particularly since one of the goals of the course
was for student teachers to become familiar with and
value the use of English varieties rather than aiming for
accent reduction to be the instructional target of pro-
nunciation teaching.
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